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Abstract

Social psychological research _1p _gducation has focused mainly on the m-
vestlgatlon of those vanables that may influence academic achievement.
However, the school functions as an agent of socialization and, therefore,
it seems reasonable to suggest that gocial reactions should also be inves-
tiga.ted as an outcome of the schooling process. The present paper pro-

poses a tz;xonomy of social outcomes of the schooling p‘rocess as a poss'i-.

ble framework within which such an investigation can be carried out.
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! Within recent years a growing number of social psychologists have
Become interested in educational problems. The social psychology of edu-
cation is becoming recognized as a distinctive 'éubfield within both psy-
chology and education. An indication of how this, aréa has grown is the
fact that several books concerned with social paychology and education

Shave recently been written and edited (e.g., Backmap & Secord, 1968;
Charters & Gage, 1963 Guskin & Guskin, 1970 ,Johnson, 1970;.Miles & '
Charters, 1970; Yee, '1971)

-
,

In vn.ew of this development, the prﬁ’sent paper has two major goals. -

T “The first is to briefly review the persp’ectwes uti,lized by pocial psycholo=

. . gists in their inveahgations of the gocial proceases in the qchool. Specifi-
cally, it will be argued in the rpview that gven though reaéarchero uged
.different approaches in their inve etigationa, most of.the studies were im-
plicitly or explicitly concerned with exgmi ing poasgible- ways ta improve
academic achievement. However, it seems likely that in schools, children /
acquire pocial reactjéns in addition to acade;nlc ‘ekills, There is also a
need; tnerefore, to inve stigate these reactions ag the spcial outcomes of /
the schooling process. Thus, the second goal of this paper is to propos /l

a framework which will enable soclial psychologists to define, organize,)

v .
and analyzg various types of social outcomes of the schooling process.,
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 Perspectives in Social Psychology of Education

. E;;st contributions of ‘social psychology of education can be classi-
fied according to the various theoretical perspectwes employed. It is
possible to identify four distinct, though not mutually exclusive, perspec-

tives utilized by social psychologists of education: small groups, indi-

vidual psychology, role theory,' and organizatlonal approach .

.The first perspective derives from research using the group as the
unit of analysis (e. ‘g' , Trow, Zander, Morse, & Jenkins, 1950). View- '
ing the students and- the teacher in the clagsroom as a group, researchers
have applied pnncxples of group {research to classroom situations. The
social psychologists who use this hpproach are concerned w1th investi- -
gating the formation of and changes in the structures and functions of the
school class as @ group 'I'hey mvestq,ate the norms that govern class-
room behavior and the goals which the group attempts to achieve. In addi-
tion, they are also concerned with investigating group processes which
modify an individual atudent's behavio:- Recogrﬂz%Z\e fact that the -
classroom group behavior has a significant impact on student achieve-
ment, researcherg have focueed an the influence on academic perform-’
ance of such variables as type of group leadership, “cohesiveness of the
class, status differentiation within the classroom group, and social cli-
mate in the classroom. Booka by qany and Johnaon (1964) and Schmuck )
and Schmuck (1971) present extenaiye reviews of these and other possible

contributions of the group dynamic,& theory to cducation.
f

A sccond direction of reso rch in the aocial poychology of educaticn'
derives from individual pgychol??gy. Thi‘a approach takes as its n:\ajOr
point of reference structures agxd proceaaea which characterize the func-
tioning of indjviduals (e.g., Brophy & Good, 1974). The basic assump-
tion of this approach is that becauae a large portion of a teacher's behav-
for is directed toward the akudent aa indwidual and becauge each student

is evaluated indivxdually, tgie student should be the focus of investigation. |

¢ .




, vidual's sex, socioeconomic status, race, or intelligence both on student

' performance of the pupil depends on what others (teachers, parentg, peers)

“ior of individuals is greatly affected by the structure of the organization,

”
Full Tt Provided by ERIC.

- teachers and students as a function of their att1tu&ﬁs, mot:,vations, expec-

>

Work in this area . has been directed toward understanchng the behaw.or of

tatiens, beliefs, and values in social situations. In particular, the focus

of this research has been on the effect of these individual characteristics
on students' academic performance. Also, researchers taking an indi-

vidual approach have 1nvestigated the effects of such variables ag an indi-

interaction with teachers and on academic ach1evement (ecge» Rosenthal

& Jacobson. 1968).

Role theory provides a third perspective which has been utilized in
the social psychology of education. Role theorists view the school as a
gocial system with a concomitant social structure. In such a social sys-
'tem, individuals occupy certain positions, and eocial behavior is analyzed
by noting how a person‘s behavior derives and is related to his or her
gocial role.' Role theory investigators have looked beyond the particular
characteristics of individuals to see how their behavior is affected by .
societal expectations and by the indwiduals' own interpretationa of the
obligations and privileges, of their roles (e. Leos qu1don & Flanders, 1963,
Cetzels, 196.3): In particular, this approach has focused on the role of
the teacher (e.g. , Biddle. Rosencranz, & Rankin, 1961) and the role of
the pupil (e g Jackson, 1968). Role theory asaumes that the academic

demand of him, on what he believes about the requirements of hio role ao

a'pupil, and on the manner in which the teacher enacto his/her role.

The fourth direction of research in the gocial’psychology of educa-
tion derives from the organizational approach. Thio peropective viewo
theé school as a bureaucratic o:-gamzation (esBe s Bidwell, 1965; Schmuck
& Miles, 1971). The baoic assumption of this approach is that the behav-




- v
Thus, in order. to understand the academic performance of Btud'ents, there
is a need to investigate such characteristics as the implicit and explicit -

goals of the organizatioﬁ ‘ ‘.

.On the basis of this, it is possible to note that alt.hough social psycho-

logical research in education has uhhzed diiierent ‘theoretical approaches,
the primary concern has been academic perfornfance in the classroom.
“That is, social psychological variables such as patterns of interaction,

styles of leadership, péraonality of the teacher, relationship between N

~

teacher and pupil, and so forth have been investigated in order Yo improve
the effectivencss of the teaching/learning process. However, if the school
io to be viewed as a socializing agency where chilgdren spend thousands of

hours interacting with their peers and teachers, then it seems reasonable

o propose that social reactions also deserve to be treated as dependent

variables in the Bense oi investigating them as outcomes of the schboling

procesg.
’ .

2

_ Social Qutcomes-of the Schooling Process )

Sociial outcomes are defined in ’this paper as those social reactions
e ~~which are learned or modified by the uchooling proéeuu. Social -reactiona,
according to Aﬂpcrt'e (1937/1968) definition, consist of thoughts, feelings, |
and beh§vior influenced by the actual, {magined or implied preocnce of
g others. Children acquu-e pocial reactions merecly by being in a school for
many hours during a day ‘participating in a variety'of schoo}l aCtiV/tith It
io, howcve’r &ccognizcd that becaupe ochools differ in many characteriu-
tico such po curricula, physical structure, une of materialg, and philosophy

" of education, children li('!urn different vocial x'e'uctiong in differont schools.

Theoretical Bagis of Social’ Qutcomeso

s
The central assumption of this paper, that schooling processes

affect children's soc¢ial reactions, ic based on Mischel's (1968, 1973)

o
U »

I
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thesis concermng the tack of stability of perscnal_i.ty disf:ositi’bns. Until

recently. it has been wxdely believed that bersoqality d:mpbsition's such as

habits. basic attirudes. or behefs, traits and values, are gtable across
.

. situations and time (e.g. , Allport 1937/1968) In contrast, Mischel (1968) .

- rcvtew-ﬁ the extensive evidence that individa

affected by the condxtlorfé' of the situation and ca
He proposes a cognitive social learmng approach’

als' social reactions are greatly

n be modified by numercus

environmental changes.
which ''shifts the unit of study from global traits
signs to the individual's cognitive activities and behayior patterns. studied

inferred from behaviol‘

in relation to the specific conditions that evoke, marntam, and modify them

and which they, in turn,, change" (Mischel, 1973, p. 265) Accordmg to

this thesio, behavior is more envu-onment specific than it was thought be -

fore, and "a pefson will behave consistently across situations only'to the' b

extent that similar behavxor leads, or is expected to lead, to simila.r con- -

sequences ‘acroas those, conditione" (Mischel, 1'971 p- 74). - X

w

This position recogmzes the poesibihty that the achool as an envir-on-

may have a profouﬂd effect

A

ment where child ren spend mucﬁ of their time,
Mmchel (1968) specifically pomted to such

on students' socml reactions.

a poosibility in suggeoting that when an envirofiment responda to individualg‘*" T

behavior coneiatcntly for a long time, then indiviqﬁals acquire relatively

stable patterna of reactions. ° ' PR -

Although the schooling proce su may‘have an important impact on

children'n social reactlons, it is further recogmzed that in their later

years of life, other envu-onmentn may continue to shape individuals’

/Joclal rencﬂonu. “It is nevertheleso agoumed that the ochooling proccuu

leaves ito oigns for many yearp to come, and .any uzﬁicratanding‘of human -
| .

‘social reactionu rcquiren an inveotigation of the impm:t the nchool‘ing

proceag has had on individuale. o ’ ' .

e

A number of educatore and aocial ﬂ'ctantiats ha.\ee recofynized the

importance of, invcatigating social outcomes of ’th’e_achooling process,

PAFulToxt Provided by ERIC




For exar_npie, Havighurst (1953) recognized in ‘hig ‘early writingé the fact
" that the "school becomes-a place where they [children] algo learn the task
"of social dev'élopment“ {p- 25). Acc:ording to Havighurst', the child learns
the £sllowing in school: (a) to get along with peers, (b) sex'rolés,' (c) atti-
tudes toward self, (d) concepts about the wo:-ld (e) morality and values,

\ (f) independence, and (g) attltudes toward other people and institutions. In

general, Havighurst pointed out that children learn societal values and
- gkills in school which are required in ordér to fulfill specific roles in the
society. - Parsons (1959) also recbgnized that in school children learn '
"n;xo'ral" skills in addition to cognitive skills., According to Parsons, the .,
classroom 'must be \)iewgd as an agency of socialization where children
are ?r‘a'inved to adj'ust‘: to social requirerr.xents. In the same vein, Himn';el-

weit and Swift (1969) noted that: an‘ ‘ . -
Little c::mslde ration is given to the contribution that the
school makes by its values, its learning opportunities,
LN and teacher -child Pelationship--school is not seen as an : €
active socializing agent €xerting an effect independent of
" that of the home. (p. 155)

They conducted one of thi’ few studies which explicitly attempted to assess
.. the effect of schgoling on students' social reactions. The research, how-
ever, was hmxted to the mveatxgatwn of school influence upon job aspira-

tions. Their results showed: . -

That school rather than home affected the individual's sub-

sequent occupational history, job’ level,, and aspirations.

Moreover, his evaluation of his own career achievements

wag determlined far more by reference to the achievement

of liis classmates than to those of his family. (pp. 157-158)

Similarly, Minuchin, Biber, Shapire, and Zimiles (1969) conducted_ )
an extensive invcctigation of the psychological impact of schooling. Al-

though the rcaoarchcrs decided upon social measures in an unsystematic

way, their etudy. which compared the influence of different school en-

.

.

B
I(}




PAFulToxt Provided by ERIC

» Problems in the Study of the Social Oufcomes

A

3 . . N

of the children in w‘ays That were pervasive and perhaps profound" [p. 390).
‘ (4

.oty . N v - » £
Moreover, it was found that children in different gchools differed more iy

te,x;mé of social outcomes than in academic performance. The environment
of the school had an impact on the self-perception of children, their atti-
tude’s. and the learning and performance of their roles.. However, the.
authors noted that: A
) I . M . e L

i’ The potency of the school's orientation in affecting the chil-
dren was a function of two conditions: the orientation of the
home and its interaction with school influence; and the extent

to which. the school operated as a total integrated environ-
_ment. (p. 391)

«

. T

of the Schooling Process

N

Despite the evidence that the schooling process shai:es social reac-
tions, compgrqtive‘ly little research has been done in elucidating them. As
Himmelweit and Swift (1969) stated: - .

Few-measures have been dévelopeci for understanding how,

why, and with what effect the school seeks to influence behav-

ior and outlook. The tendency appeais to be toward collec-
tion of measures of the child's 1liking for and adjustment to

' school, his examination records, leaving age, and ratings -

o££is behavior by peers and teachers. {p. 155)

The fact tha the study of social outcomes of the schooling process
has been a neglected area in social psyc'h;)_lo‘gy of education can be ex-
plained in several ways. One reason for this neglect is that it has been
very difficult to assess the vocial outcomes of the schooling precess that
are uniquely a product of the school. The child apend;z much time with
family and peers, and no one can deny that these agents of soci;'«xlization
also have a profound influence on ‘the social development of the child.
Thus, ‘!’)ticntiata’havo difficulty dia.tingui_nhing botween those social (.)ut-l

comes Which are a result of the schooling exporience and those which are

\-

acquired in other settings.

\

P




. /
A second rcason far this neglect is the problem of defining and .
¢, /2 TNOACUTINE schooling and classthom procésses 4 .].ndependent' variables.

5‘(’-'\” Ry

“School 16 a complex environment, apd researchers have difficulty decid-

%

ing what variables might have impact on social reactions.

Another reason for disregarding gocial outcomes of the schooling

process-is the fact that students 'are/-;:irely evaluated in a formal :manner
on the basis of social outcomes. Although a few curricula or programs

_ that teach a ¢hild affective behavior exist, and some Bchoola have defined -
affective objectives for gchooling, schools do not place high value on any 7
specifxc social reactions, at least not when compared to the high value

‘placed on academic achiovement.

A iourth problem has been t}\e lack(oi aldequate instruments for
measuring social reactions. For each particular social reaction, there
' are different instruments, and many oi them do not satisfy the requited
criteria of validity and reliability The existence of many differing instru-
ments partially derivegfrom the fact that social pnychologmt/n digagree ’
upon the definition oé)certam pocial reactions. Thus, for example, inde-

‘pendent behavior is defined in sevcéral different ways (Hartup, 11963) and,

as a result, has been measured with different instruments.

Finally.’ there ie dinagreerrient among educators and gocial pnycholo-
gista about the scope of the definition of social outcomes., Somnie ‘scientists
mclude emotional reactions, cognitive responses, or pcraonality cha;ac- -
teristics, while others limit the defipition of pocial outcomes to affective
feactions. There have becn attempts to define the pcope of social out-
comes of the achooling proceas through classifying them into ddierential
categories (e. g., Hoepfner, Henenway, DeMuth, Tenopyr, Granville,
Petrosko, Krnlcower, Silberatein, & Nadeau,.l972 Walter, 1973). How-
gver, ‘t‘he;c attempts at clagsification were bauad more on intuitive luiowl-
,edge than on thdoretical, social psychqlogical bases., That io, types of

socidl outcomes are not distinguiched theoretically, or methodologically,

1%
8
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pe of each: category is relatively ‘unclear and

e

and, ggs a reSult, the sco
< ;-‘undifférentiated -

In summary, social scientists and educators have recognized the

s, 4-\-

of studyxng social outcomes of schooling. H.Dwever, for the ;

enun&erated the study of social outcome

?relati;?e'.ly neglected The next section suggests a framework to overcome

importance
. reasons previously s has been

me of the previously stated difficulties of the investigation of social out-
1f1cally, in the’ followmg pages I will att
s and classnfy them on the basgé of systematic

80
come s_. - Spec empt to define the

scope ‘of social outcome
A clas_sification of this type could stimmu- '

) social psychological criteria.
amework for understanding

late further research by providing a proper fr
and study of 'social outcomes of the schooling process." It is recognized
that many problems of investigating social outcomes remain unsolved and

should be the subJects of future research.

\ v o
>
1

e o Taxonomy of Social Outcomes

¥

-

Theoretical QOverview

. In this part oﬁ the pgper, an attempt will be made to- construct a.

taxonomy of social outcomes of the schooling process. The suggested
t,a,agonomy conSists of discrxminable and measurable categories for classi-
fying those social outcomes. ‘ o '

it .is proposed that the taxonomy of social outcomes of the schooling

: proc’ess 1nclude two maJor, though not mutually exclugive, categories.
ed into three subcategories. The-

Each ma.Jor category is further divid
n the’ basxs of the type .

maJor category classifies social outcomes o
-of social reaction and consxsts of the following three subcategories:

{2) beliefs, (b) attitudes, ‘and (c) social behaviors. Each of these cate-

gones can be viewed as a reaction that the

first.

‘pupil learns in school. The

second major category classifies the outcomes on the basis of the object -

) S . . .
5 . 1‘_‘_ . -

9 . ' ‘

. .




’
toward which the reaction is directed. This dimension consists of the
~£olf'6wing three subcategories: (2) reactions toward'self, (b) reactions

toward others, and (c) reactions toward objects.
P

ﬂ',.

‘The bas1c differences among - ‘social outcomes lie in the £1rst major -

"“'c’ategory (i.e.» type of reaction).: Dtstmgu1shmg bellefs, attlrudes, and
behaviors reflect Allport's (1937\/1«968) de£1n1t1on of social react1ons, and
such distinctiohs have been recogmzedg“’by a number of other social psy-
Ac'holo‘gi'sts (e.g., Bem, 1970; Fi“’s};.bein, 1967). Beliefs consist of the cog-
nitive knowledge the individual has about hls/her world or hypotheses the

. mdlv;dual possesses concerning ''the nature of the ob_)ect and its relations
to other objects" (F1shbe1n, 1967, p. 259) Attitudes are de£1ned4as evalua-
tions on a negative-positive dlmenslon’of abstract or concrete objects or
propositions. This definition of attirutles corresponds to that of many psy-
chologists who regard evaluation or affect as the single defining dimension
of attitudes (e.g., Katz & Stotland, 1959; Rosenberg, 1956; Thurstone,
1928); Finally, social behaviors are observable patterns of reactions

which are carried out as a result of the influence of others.

’I'he main reason for retaining these distinctions’ and stud;nng all

'three types of reactions is based on the evidence that be11e£s, att1tudes, i
and behaviors are not necessar11y corre1at_ed (e.g.., Fishbein, 1967;
"Kiesler, Collins, & Mill_er,".l‘)é‘)). An example of 2 _1ack ‘of correiatior;' '
among | the three subcategories would be a.child who believes that his K
teacher is lazy and unfair, but warm and nice; the attitude of the child
toward thls teacher is neutral (he ne1ther likes nor dmhkes him); and
behav1orally, the child smiles at the teacher, approaches the teacher,
and initiates informal mteractlons.r In another situation, it is possible
that the child believes that he is independent while behaving verp depend- -
. ently and having negative attitudes toward dependency. Thus, it is possi- ’
ble to assume that an individual may have beliefs and attitudes which are
incoosistent with his behavior.’

s

Q
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e ‘o at
In addition; the existence of one type of outcome does not neces-"
‘sarily indicate the existence of a‘nother type of outcome. Incfiwduals may
have beliefs about certain objects without forming attitudes about them,

. or individuals may have attitudes about other’ people W1thout ever inter- . % -

acting with them. Thus, for example, 2 ¢hild m ‘have beliefs about the -
planet Mars without ever evaluating. it, or he m’dishke Eskimos with~

out ever haying seen one of them.

it -should be noted hOWever, that an indnn.dual's beliefs, attitudes,
and behavmrs may be interrelated (see KLesler, Collins, & Miller, 1969).
Thus, for example, a child may believe that his teacher is unfair, lazy,
_and cold; the ch11d may ‘dislike his teacher; and the child may behav/e
toward his téacher with much arrogance and hatred. It is also possible
" that the set of beliefs a person forms may influence his attitudes (Fishbein, ‘
1967) and beliavior (Bem, 1970). It has been also suggested, on the basis
of cognitive consistency theories, that an individual's attitudes ma_yaeaué'e .
a change in his beliefs (Zajonc, . 1968). Finally, much has been written
about the relation between attirudes and behaviors. In spite of inconsis-
. tent findings, it is posznble to state that under certain circumstances,
attirud"es may change "behaviors (Kie sler, Collins, & Miller, 1969); and
recently it was even suggested that behavior change may cause a,ttirude

change .(Bem, 1970 Festinger, 1957).

Classifying social outcomes on the basis of the obJect of the reac-
tion (the second major category) is based on the assumption that indi-
“ viduals differ in their feactions toward self, others, and objects. These
are three separable reactions which are nof ‘necessarily related.

IR

Diséussion of the Categories

Beliefs. Beliefs are based on perceptions and factsvoriented infor-
mation. One of the explicit goals of school education is to prov1de mfor-

mation. In school, the'child accﬁiires factual information about many

11
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different, previously unfamiliar subjects. On the ba’si's‘ofi the acquired
mfor'mahon, the child forms beliefe about new subjects as war, patriot;sm,
B Acier‘n‘ec-racy, and so on. This new m.formation may also modify the child's
. prev,io.usly foymed behefs.‘ For example, the child may change his beliefs

about'his pafents, religion, or ethnic group as 2 result of the newly ac-

quired information. In addxtlon, his formal and informal interactions with
teachers and peers may also afi‘ect his beliefs about his school,” his neigh-l

borhood, and himself. ’ . ,

Beliefs are usually measured by self- report questionnairés or inter-
- views. It is possible to present open-ended questions or closed questions
~ which consist of alternatives from which the .child can choose. A study )
- by DeCharms (1972) is “an example of how instruction can a}fect students' .
.beliefs concerning self -determination, - personal responsibility, self- ~
confidence, internal control, and so on. In his study, part of the students
received special training to change the previously mentioned beliefs, while
others did not. The training lasted between one and two years. At the
end of this period, th'e results indicated that the students who participated

in the traifing changed their beliefs about t.hemselves.

Attitudes. Attitudes involve an Ob_]ect toward which the- child has
positive, neutral, or negative affections. ’I'hus, in contrast to beliefs
which consist of knowledge of the object, attitudes consist of evaluations

of the object in positive or negative terms.

" Many attltudes are learned in school. The teacher actively engages ’
in the evaluation of much of the m.formatlon presented dunng the teaching
pr¥ocess, and children may acquire these-attitudes from her/him. School
éﬁ;eriences may affect the formation of the Ehildfs attitudes toward the
school, teachers, learning, 2 partlcular subject matter, or other children. -
The school experience may also- change some of the attitudes formed be-

fore coming to a school.
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Attitudes are"mo.stl'y assessed by scales composed of items that

- rely on the respondeht‘s gelf-report of £ee1mgs or evaluatxons‘,regardmg

" the partxcular attitude obJect (Scott, 1968). An example of haw the school-~

88 a.ffects students' social reactions is a study done by Minuechin,

Among several social reactions,

ing proce

Biber, Shapiro, and Zu'mles (1969)
red the attitudes toward the school of studénts .

the researchers cempa
schools

from traditional schools with students from modern schools (the
were matched on the b‘»as‘}fs of their soc1oeconom1c -cultural level). The

regults indicated that ''the greatest negat1v1sm and ambivalence appeared

and the greatest enthusiasm ‘and

among the trad1t10n31 ischool children,
positive 1.denhf1catlon among modern school children" (p. 263).

" Social behavi-ors. The school experignce may shape the child's"

social behaviors. In school, “the child acquires new patterns of behavior

. and changes some old gnes. For example, s_choolﬁ’xg may affect such

ion, self m1t1at1on, mdepend.ence, or cooperation.

behaviors as aggre s;

3
Social behavio §*are assessed by observational techniques (Weic,k)/.

Thompson (1944) compared two groups of

' 1968). ’I’hus. for example.
The two - -~

chxldxren for a number of gocjal behaviors.

nursery school
the teacher was instructed to

groups were otherwise matched in one,

mimm1ze her involvement and to deemphasxze personal jnvolvement rela-

er was mstructecf to actively guide children's

tions; in the second, tkié teach
lations with each ch1ld Observation

activities and to develop warm re

indicated that ‘while at’ethe begmmng of the year the two groups did not

differ in their social behavmr, at the end of the ‘year the groups differed

significantly on 2 nurnber of measures, Children. in the second group

and showed greatern social

children in the

i

were more ascendant, more constructive,

'participati‘on in group'a.lctivlties and more leadership than

first group. .

t of those be-

Reactions toward self consis
rd the self.

Reactions toward self,
aviors concerned with or directed towa

liefs, attitudes, or b_eh

‘ .
e
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The experience of being in school influences the child's reaction toward

himself.. The reactiors toward self consist, for "example,' of the child's

ions of hims:elf as an individual and of

perceptions, feelings, and evaluat
self-directed hehaviors. The school; as a prxmary settmg for academlc

and social experlence, influences the: ohlld's ‘self-development. ’I'l'nIB,

for’ example, psychologlsts have consistently documented significant rela-
tionships 4mong such variables as “academic achxevement, school satis-

faction, self-concept o£ ability, and self - esteem (e.g., Purkey, 1970)..

. Reactions toward others. Reactions toward others consist of thoae

beliefs, attirudes, or behaviors concerned with or directed toward other
individuals and/or groups. School experience influences the w?e of reac-
tions that the person has toward other individuals. The child may form
beliefs and attitudes about peers, teachers, or other adults. Irv::‘éddition,'

. ' . . [
the child acquires some patterns of social behavioral reactions toward

“other individuals or groups.

“

" Reactions toward objects. Reactions toward objects consist of

those beligefs, atti'éudes, or behaviors concerned with or directed toward
concrete and/or abstract objects and/or propositions. 'I‘he school ex‘perr.-
ence ghapes the child's reaction toward different objects. It canbe a

touchable object, a symbol, a slogan, or an idea. Thus, for example,

»

the schooling process may affect the’ chxl&'s attitudes toward democracy

" or nat:onahsm, beliefs about goyerrnment actions, and patterns of pohtl-
. [ -

R4

cal behavior. ) S e

) . The Use of the Taxonomy

The proposed taxonomy ca.n be seen as 2 framework for concep-r
rually organizing studies of soc1a1 outcomes of tl)e schooling proces A
_especially in light of the fact that the proposed taxonomy enables
classification of any possible qocxal outcome into systemahcally/

entiated categories. For example, according to the taxonomyj/ the
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Thus,

asured in/several ways.

be awsessed by obsafv'ing 118
" child's belief conceining.éllheré by asking him tp indicate whether his
y .
We can also jriea is attitudes toward others

peers are independent,
her individuals. These

by asking him if he likes th\e indepe ,'

examples show that the proposed ta'onomy of/ social outcomes may facili-

tate research by indicating the speificity' of the measured child's reaction

through the distinction among the fchild's beliefs, attitudes, and behaviors.

Thus, on the one hand, the taxon y charagterizes the uniqueness of each

among different social outcome d, The la er posmbzht:y calls for investi-

gating the extent of the mterreltion among children's behefs, attu:udes,

and behavior that were learned
I

" investigate the effect of one t

such research could be, for e

beliefs formed in a school aff

behavior. - All the above discfigsed fea
hmework for conceptualizing research in the

gest that it can serve ag a {r

H
social outcomes of the schooling process.

_ The usefulness of the faxox:lomy can be demonstrated i.f' two conditions
“are fulfilléed. First; it must be Bhown that the social reactions, as classi~"
fied by the taxonomy. may be affected by the schooliifs bﬂ'ocesn This con-
Q dition was shown to be fulfilled through the review of a number of. studies
which showed that variation in schooling processes leads to di.ffering social

outcomes. Second, it must be shown that a large number of gocial reac-

tions can be classi.fied according to the categories of the proposed taxonomy.
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Examination of the Taxonomy

To examine the classification utihty of the proposed taxonomy, 2
var,rety of children's social reactions were classified according to the
categories of the taxonomy. These social reactions were isolated from
a review of several dozen studies in the area of education and child socxal
development._ All of the reviewed studies focused on socio-psychological |

variables, and-although none of the studie s investigated social outcomes

‘per se, it was assumed that these variables could be utilized in regsearch

on social outcomes of the schooling process.

The reviewed studies do no represent any systematic sample of
gocial development studies. These studies were chosen merely as demon-

strative examples of how to use the proposed taxonomy.
}

" The classihcation of the variables wag done on the basis of the
operationalizahon of these variables (see Table 1). That is, it was neces=~ -
gary to find out how the researcher operationalized the variable to classify
it, because the same variable can be ope rationalized as a belief, an atti-

tude, or a social behavior,

In order to provide examples of how ‘the researchers operationalize

social variables, several BtudleB will ‘be dlscussed at greater length. Thua,

an experi.men?ﬁpy Underwood, M00re, and Rosenhan (1973) can serve as

an example of a study which measured social behavior toward self. The
dependent variable in this study was se]!-gratification. To measure this
veriable, "ﬂehildren were given the opportunity to Vgratifylthemselves by
taking as much money a8 they wanted. A study by Kagan and Madsen

(1971) is an example of an experiment which meaci.¢ ad aocial‘behavior

toward others., This study investigated competitive and cooperative pat-

PAFulToxt Provided by ERIC

terns of behavior. Coopcr’ative or competitive behavior was assessed
by orginizing a play in which two children were required to reach a goal.
The game could be played competitively, in which case a child could try
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to receive the reward himself, or cooperatively, in whicH case the two

chl.ldren could help each other and share the reward. The: experixnenters
observed the playing of the game and thus were able to determine the

narure of the behavior.

An example of a study which investigated attr.rudes and behefs toward
Others is one by Yee and Runkel (1969). The researchers used 2 100 item
inventory, '"About My Teacher" (AMT), deve10ped by Beck (1964) to inves-
tigate pupils' attitudes tpward 'te'ac'her‘s The questionnaire consists of
attitudinal and belief 1tem9 such as "Is your teacher fqh to he w1th? "o
"Does your téacher succeed in keeping the pupils under control? ". and
"Does your teacher make you feel like learning a lot on your own?''
Soares and Soares (1969) measured the self -beliefs of children. Self-

beliefs were r_neasured by asking the children to rate themselves on 20

who generally were the best students, three or four pupils with whom

the child would like to work on arithmetic problems, and three or four
pupils who were most liked. In additi ~“the children were asked the
same questions Qith regard toy,p{ﬁz who have the least ability and are
least liked. Finally, a st\xfy by Insel and Wllson (1971) measured. atti-
rudeg toward other pe/ople and obJects. The authors devised a Congerva-
tion Scale fop«fhrldren The scale congists of 50 items to which the chil-
dren were asked to indicate if they favor or helieve in the particular

d’bJect or concept Some examples of t}\ese items are computers, the

Queen, Chinese food, bikinis, and so on.

Several conclusions can be drawn from the classification of the
social variables according to the propoged taxonomy. First, the taxonomy
appears to be a useful tool for classifying a vnriety of socjal reactions.,

Second the categories of the taxonomy indicate the precise nature of the

N\
N
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gocial variable. .Is ™ clief, attitude, or behavior? - This ‘function is:dm- -
portant because the same variable can be measured in several different ‘
ways, and. often regearchers measure a variable indirectly,. d1scuss1ng it -

ag If it wére measured directly. Thus, for example, wh11e Bryan (1971) A

" measgured altn"x“ism by observing the ch11d's behavwr toward others,
Yarrow, Scott, and Waxler (1973) measured the same variable by asking
a child queBtipns about hxs behefs concerning other people in different
situations. Third, the taxonomy facilitates- mveahgatwn of the relation-'
‘shps among the- aubcatagnug_ of variables. That is, it is possible to
investxgate the relat;onsmps between different reactions. For example,

J it is pos,_alble to compare a "child's beliefs concerning the teacher with h19
attitudes toward the teacher. Thus, it appears that the proposed taxonomy
is useful in classifying’ social :egctions. Such classdicatwn defmes the
scope of 5.°C131‘ outcomes bf‘the sc_hoohrsg process and cIar‘ihes the mean-

. ing of the specific social reactions. - I

: y

. “ ' - (:S:iimmary '

The present paper calls for the attention of gocial psychologists of ‘

education to study social outcomes of the schooiing process. .

A major concern of so¢1al psycholog‘xsr\s has been the improvement
of the teachmg -learning process and assomaxed activﬂnes. However, it
should be remembered that a classroom is also 2 major source of socmh-
zation. Children”not only a_,cquire aoademic skills in school, b_ut also learn
gocial reactions which may be important for their future success in adult
life. Those social réactions which are Tearned in the achool are called
social outcomes of the sch;oling process. In vorder' to facilitate the inves-
tigatxon of social outcomes of the schooling process, the paper suggested
a taxonomy whlch enablea the classification of the sacial outcomes and

- defines their scopc.

v
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The present paper does not deal with the issues of investigating and

measuring social outcomes of the schooling process. It is recognized -
‘that these issues are complex and deserve special consideration. - There

were offered a number of models for the investigation of the relationship

between school practices and students' behavior {e.g., Cooley & Leinhardt,
1975). Further research is needed in order to validate the usefulness of

the suggested models.

It-is hoped that social psychologists of education will direct their
" efforts to investigating the beliefs, attitudes, and social behaviors that
children learn in schools. Such research should function as a basis for
.eBtablishing social objectives in education. Oncé it is determined what
kind of social outcomes are learned in schools, then it might be poss{ble
to determing what kind of outcomes are desired among them. Eventually,
it might be useful to structure an environment in which the child wiil
learn only those gocial outcomes which are adaptive and desired by the
society. It is recognized that this is a long and complex way to achieve

the above suggested goal. But, even the longest march starts wzth the

first step. ’ .

-
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